Introduction
is chapter focuses on vocational training interactions, namely typical experiences faced by young people when they perform their transition from school to work and progressively become involved in professional practice. Vocational training depends on early career choices and has long-lasting e ects in young people's lines of work (Schoon and Silbereisen 2009 ). As we argue here, the vocational training period can also be seen as an experience of high density and of change, not only in terms of professional knowledge and skills but also in terms of interactional competences: learning workers are faced with new and sometimes unexpected institutional requirements regarding how to behave and how to participate in social interactions; they are also involved in complex legitimation mechanisms, in which their contributions to interactions are constantly evaluated and assessed according to such requirements (de Saint-Georges and Filliettaz 2008; Filliettaz 2011 Filliettaz , 2013 Losa et al. 2014) .
e legitimation and acquisition mechanisms of these aspects of interactional competences will be investigated here in a speci c empirical context, that of the vocational training of students learning the profession of early childhood educators. In the Swiss vocational education system, early childhood educators are trained at the tertiary level, in what is called higher vocational education. Students move back and forth between periods of being taught in vocational schools and periods of practical training in preschool child care institutions. During their practicums, students are supervised by mentors, who assist them during their rst days at work and make sure they meet the pedagogical objectives required by the curriculum. It is precisely the setting of the practicum and the speci c interactions a orded within such workplace contexts which will be of interest here. Highly complex and constantly changing participation formats emerge in such contexts, where students engage in educational activities involving children while being supervised by their mentors, and from which they are expected to learn.
From that perspective, the chapter examines the sorts of interactional competences required from students as they engage in complex forms of participation combining educational and training purposes. By using audio-video data of multiparty interactions involving students, children and mentors during practicums, the study shows that participation issues are mobilized as a practical and situated resource useful to display the participants' hybrid orientations, to highlight situated evaluations and establish mutual understanding all along the vocational training experiences.
In the chapter, we focus on a series of particular cases in which mentors make the decision to intervene, and therefore to guide or shape children's behavior, during a session carried out by the student. Such interventions do not interrupt the student's activity and lead to the emergence of two distinct but not impermeable interactional spaces. is particular and complex participation framework, known as "schisming," is recurrently observed in vocational training interactions and seems to contribute to overcome practical issues within multiparty settings. Our study investigates how schisming constitutes a particular sequential phenomenon where participants reorganize interaction and co-construct a social and cognitive interactional space, thus enabling a shared understanding of the speci c training context at stake.
e chapter begins with a brief overview of the literature dedicated to guided learning at work and emphasizes the role of language and communication issues, as well as interactional competences, in connection with vocational and professional education practices. Methodological aspects are then presented, including the context of investigation, the sorts of data collected and the speci c interactional phenomenon under scrutiny. In an empirical section, interactional data are presented and analyzed, from the perspective of complex participation formats and the emergence of schisming. In a concluding section, the properties of schisming in interaction are established and connected with vocational learning issues, as well as with more general considerations regarding the transition of young people from school to work.
Guided Learning at Work as Interactional Accomplishment
The Connections Between Guided Learning and Work e connections between learning and work have been under particular scrutiny in a context where an increasing number of vocational training programs are engaging students not only with theory and school-based practices but also with practicum experiences taking place in workplace settings. Various properties of learning experiences as they emerge in the condition of professional practice have been highlighted in the literature (Billett et al. 2014) .
First, recent literature in the eld of workplace learning has stressed the importance of guidance in the process of learning in and from practice (Billett 2001a,b; Fuller and Unwin 2003) . Workers do not only learn by conducting speci c tasks individually; they learn when adequate resources are made available to them and when more experienced workers are able to share their knowledge and skills and to assist them in their practice. Based on a socio-constructionist framework, these studies stress the dual and reciprocal mechanisms through which social resources are provided to learning workers, who have to engage with these resources individually. Only then, through reciprocal participatory con gurations, may learning arise from practice, according to Billett (2001a,b) .
Other scholars also emphasize various aspects of the complex nature of learning processes as they occur in workplace contexts. One rst aspect of complexity lies in the speci c activity systems that underlie training experiences at work, and which combine simultaneously work production tasks and learning purposes. As pointed out by specialists in vocational didactics (Mayen 2015) , actions, as they are enacted in vocational training situations, are not only "productive," in the sense that they consist in a transformation of the production context. ey are also "constructive," in the sense that they are oriented to the subject itself, and may a ect and expand the repertoire of resources available to participants. Moreover, learning, as it occurs in the conditions of professional practice, should not be limited to epistemic or cognitive dimensions. It also involves identity transformations and a process of becoming a member of a community of practice, as illustrated by the various empirical examples presented in Lave and Wenger (1991) .
Another property of guided learning experiences at work lies in its dynamic and transformative nature. Closely aligned to Lave and Wenger's model of progressive and "legitimate peripheral participation" (Lave and Wenger 1991) , the research undertaken by Kunégel on apprenticeship in car mechanics shows for instance that the relations between mentors and apprentices are not stable and xed (Kunégel 2011) . ey evolve in time and take the shape of di erent recurrent and recognizable formats, based on speci c interactional patterns. For instance, in the preliminary phase of "familiarization," apprentices work in close collaboration with their mentors, whereas later on, once they have acquired expertise, they engage in more independent and autonomous forms of actions. From there, a constant process of accommodation is required from both mentors and apprentices to adapt the "interactional scenario" to each speci c step in the apprentices' learning trajectory.
The Connections Between Guided Learning at Work and Interactional Competences
Because of the prominence of a constructivist and situated approach in the literature described above, much of the discussion on trainee evaluation focuses on interactional competences. Increasingly, research on interaction envisages guided learning processes as being interrelated to communication and interactional issues (Greeno 2011; Koschmann 2011) . Research results show that these processes are deeply shaped by the ways participants talk to each other, display a mutual orientation and engage in complex and multimodal coordination processes (Filliettaz 2010; Zemel and Koschmann 2014) . Among the contributions of a growing conceptual and empirical literature on professional interactions, the following, mainly issuing from interactional sociolinguistics, are of particular interest for the study of vocational training.
First, it should be noted that, in an increasing number of professions, language use and interactional skills are not peripheral ingredients of professional practice, but lie at the center of what is expected from workers when performing their work. Such a reinforcement of social requirements related to literacy skills has sometimes been referred to as a "linguistic turn" by sociolinguists (Boutet 2008; Heller 2003; Holmes and Stubbe 2003) , who have stressed and described the growing importance of semiotic means in contemporary workplaces. From there, becoming a skilled worker requires not only the mastery of speci c knowledge and skills but also an ability to perform speech acts in a certain way, to respond to humor adequately, to engage in small talk in a suitable manner, and to use speci c contextualization cues in a way that is relevant to speci c professions. In brief, becoming a competent worker is, to some extent, displayed through the acquisition of interactional competences perceived as relevant in the context in which they are enacted.
Language use, communication and interaction also contribute to vocational education, not so much concerning the contents of what has to be learnt, but rather to the means through which learning may occur. In the conditions of work, learning occurs through participation in interaction, which means that interactional properties may serve as resources for learning. is can be observed for instance in speci c interaction patterns, di erent from explicit teaching, that may emerge in the course of work production tasks, and that may display an "instructional component" from the perspective of the participants (Koschmann et al. 2007; Koskela and Palukka 2011) . is can also be observed in the ways the participants' speci c contributions to interactions may be rati ed, ignored or corrected, depending on their local contextual relevance. Mondada (2006) describes for instance how the production of questions by junior surgeons during surgery may be adequate or inadequate depending on the progress of the surgery. She also describes how expert surgeons respond di erently to such questions, depending on the relevance of the point in time in which they emerge in the sequential organization of the interaction.
ese studies stress the interest of a close description and understanding of the mechanisms of social interaction to grasp how guided learning may arise in the conditions of professional practice. By focusing on interactions as they are accomplished during periods of practicum in the workplace, our project is concerned with the ways students manage the complex participatory con gurations involving groups of children and the co-presence of one or more professionals within day-care centers. Previous research on that matter shows that this is a critical outcome in terms of professional development and training . Our own research is designed as a contribution to this eld.
Data and Method
In this section we present the empirical context of our research and introduce the key methodological entries concerning the data collection. We also identify and de ne a relevant phenomenon that shapes our analytical lens to explore vocational training through guided interactions at work.
Empirical Context
As mentioned before, we focus here on vocational training interactions within early childhood educational settings. Early childhood education, as a paradigmatic illustration of a service encounter, addresses key interactional issues in terms of consumer-delivered services, as well as in terms of professional training (Monette et al. 2013) . Educators in the eld of early childhood perform professional tasks through constant social interactions, with children, colleagues, parents or other stakeholders involved in the care system. Interestingly very few studies explore e ective interactional practices in these settings and even fewer consider vocational training interactions as their prime object of investigation .
In Switzerland, vocational education programs for early childhood educators are positioned at the tertiary level, and belong to higher professional education. Training lasts three years and takes the form of a combination between teaching sessions provided by higher vocational colleges and practical experiences gained in various child care institutions. Students alternate between periods of courses taught by vocational teachers, and periods of practicum where they develop a practical expertise by working in various child care institutions. Within such work institutions, students are supervised by "mentors." Mentors are certi ed and experienced professionals, hired as educators within care institutions, and who, in addition to educational tasks toward children, are in charge of providing guidance to students during their practicum. e provision of such guidance may take the form of a joint contribution to educational activities carried out by the student, or a contribution to pedagogical interviews during which more explicit advice may be delivered. e research project was invited and supported by the Early Childhood Education Service of the Geneva city council, in a context of deep changes in the training curriculum of early childhood educators, and, more generally, a perception of a lack of recognition of the speci c and complex skills underlying the profession of early childhood educator.
Data Collection
Our research project consisted of carrying out a longitudinal eldwork and investigating the trainee's paths at di erent moments and in di erent settings, within the three-year vocational training program. ree rstyear volunteer students and their respective mentors agreed to participate in our study. In collaboration with di erent day-care centers in Geneva, we observed and video-recorded 18 hours of the students' practicum training during the rst year and 16 hours of their practicums during the last year of their training program.
Audio-video recordings were used as the main empirical observation device, set up in order to record, replay and describe the mentor/ trainee's interactional practices at work through detailed transcriptions (Appendix: Note-the transcription conventions used in this study are described at the end of the chapter) and to discuss ndings with participants and other researchers (Heath and Lu 2006) . Video ethnographic analyses gave us the possibility to focus on micro-sequences as social multi-semiotic accounts of the multimodal organization of interactions between educators, mentors, students and children. us, we have compared similar activities and/or similar interactional sequences at different moments of the training program and with di erent participants Markaki and Rémery 2016) .
Data Analysis and Identification of a Relevant Recurrent Phenomenon
In order to uncover the practical problems students face when they engage in complex participation con gurations, a video analysis of naturally occurring data is of particular interest. But are all these con gurations comparable? And if not, how can we proceed to establish relevant distinctions? To answer these questions, we started by identifying interactional events within video data such as arguments, assessments and interventions e present study takes as its starting point the participatory con guration through which students, mentors and children accomplish joint actions. More speci cally, we are interested in the particularly observable moments when the mentor intervenes to correct a child's action during a task conducted by the student. Mentors' interventions are considered both as a collaborative accomplishment between the mentor, the student and the children, and as an interactional device through which the mentor impacts and questions in a more or less straightforward manner the student's ongoing activity. Within such con gurations, we look at the ways the student aligns or not with these interventions, and more generally, how the student, together with the mentor, project, shape and reorganize their activity with the group of children following these interventions.
Fine-grained transcripts of talk and other non-verbal features, such as intonation, gestures, gazes and body orientation, were produced and aligned to video recordings of the mentors' intervention sequences. is video analysis-transcription combination enabled the access to both the situated ways in which the participants interact and their frequency (Psathas and Anderson 1990; Scheglo 1993; Hepburn and Bolden 2013) .
To hold sequential ingredients of such student's orientation to mentor's interventions constant in our analysis, we established a collection of occurrences (Scheglo 1993; Mondada 2013) where the mentor's intervention consists in a direct address to a child or a group of children di erent from those addressed by the student. Within this collection, another narrower collection of sequences was de ned, including all situations where parallel conversations emerged.
Parallel Conversations or Schisming
In our data a great number of situations emerge where interventions initiated by mentors result in parallel conversations and produce what has been referred to as schisming (Egbert 1993 (Egbert , 1997 Traverso 2012) . Schisming can be de ned as a speci c interactional pattern emerging within multiparty settings, when four or more participants (professionals and children) build together complex interactional participatory congurations with two or more co-occurrent conversations (Filliettaz 2014; Filliettaz et al. 2014 ).
e interactional phenomenon of parallel conversations has already been described in the literature as something speci c to multiparty conversations revealing a practical way for participants to orient toward a momentary reorganization of the topical development of their talk without interrupting the main topic of discussion (Egbert 1993 (Egbert , 1997 Grosjean 2001; Traverso 2004) . ese studies also mention how these parallel conversations in uence each other in such a way that the interactional boundary between them should be considered as porous. Indeed, Egbert (1997) shows how participants to parallel conversations are sensitive to the ways discussions evolve next to one another. is fundamentally interactive character of parallel conversations reveals intricate coordination processes between interactants and the incorporation of a mutual understanding of what is happening.
In relation to vocational training settings, this observation raises important questions regarding the students' situated learning experience. Following Dewey's (1938) and Lindeman's (1926) perspectives, any kind of experience in a more or less formal educational setting may act as a learning opportunity. But how can the description of speci c interactional practices such as schisming inform us about the students' learning experiences?
Filliettaz and others have shown how interactional con gurations give di erent participation opportunities to students at work and how the structure of subsequent participation frameworks is sensitive to mentors' and students' situated interpretative engagement within vocational training interactions (Filliettaz 2011; Filliettaz et al. 2014; Filliettaz and Rémery 2015; Rémery and Markaki 2016; Markaki and Rémery 2016) . According to these research results, we consider parallel conversations as speci c participation formats that both structure and reveal the ways the participants organize the ongoing monitoring of concurrent interactional productions while at the same time they interpret and negotiate the situated meaning of the unfolding interaction.
In other words, on the one hand, we highlight dynamic interactional con gurations between participants (educators, students and children) through ne-grained descriptions of the ways the participants mobilize and shape frameworks within interactions in terms of sequential, spatial and temporal arrangements (Go man 1981; Filliettaz et al. 2014 ). On the other hand, and mainly following Sacks's (1974 Sacks's ( , 1992 ) and Goodwin's work on members' local interpretation work (1981, 1986, 1995) , we observe that these interactional con gurations provide students with situated interpretative templates, that is frameworks for the interpretation of the unfolding activity (Goodwin 1984) , through various syntactic, intonational and other pragmatic resources, which, as we will show in our data, the professionals use to induce, sustain and complete parallel conversations.
Our analysis depicts the emergence of two parallel conversations or the co-occurrence of two conversations and the recon guration of the participation framework following the mentors' interventions. ese conversations are held simultaneously by the student and the mentor with two di erent children or groups of children. To investigate the conditions in which these parallel conversations or schisming emerge Egbert 1997) , we look into the sequential organization around these conversations and more particularly into: (a) the schism-inducing procedures, namely the moment when a conversation begins to split up into two parts, (b) the speci c ways parallel conversations are maintained and mutually adjusted, and nally, (c) the moment when the two parallel talks merge back into a single conversation again. e sequential organization of schisming raises important analytical questions about the interactional organization of the unfolding activity. ese questions guided our analysis and are summarized in Fig. 4.1 .
In other words, we propose to examine students' guided learning experiences in close connection with the ways mentors participate and intervene in students' educational activities. We will show that these interventions Fig. 4 .1 Key issues on schisming within vocational training (see also Egbert 1997) operate as a template that students may use to organize their own activity and make sense of the mentors' contributions to the interaction.
Analysis
In what follows, we illustrate various aspects of the unfolding of parallel conversations in vocational training interactions by referring to excerpts of data available in our collection. We will consider the sequential outline of the schisming organization presented in Fig. 4 .1, which is relevant to the participants from direct observation: rst the schisming-inducing procedures, then the accomplishment and maintenance of two parallel interactional sequences, and nally the closure of schisming and the return to a single conversation.
The Activity Before the Emergence of Schisming
In excerpt (1a) below, the student leads a modi ed version of the card game called "Memory Game," with a group of six children aged below two She shows a card to the participants, who, in turn, are expected to recognize the drawing depicted on the card and then to identify the matching card located on a table through a pointing gesture. Identi cation of the drawing followed by pointing shows that the child has identi ed the second part of the pair. Recognition, identi cation and pointing constitute therefore three separate and successive actions children are expected to perform when playing the game. e consecutive accomplishment of these three actions is not spontaneous and arbitrary; it is shaped by the rules of the game and has to be learned by the children as such. ese actions are thus invited by distinct requests performed by the student. In excerpt (1a), we focus on the identi cation and pointing actions of Natalia's turn to play: Natalia has just recognized the drawing on the card ("a cup of co ee") and the student asks her to nd (identify and show) the card with the same drawing on the table. Screenshots used in our excerpts show interactional key moments, indicating the participants' names/functions (the participants' names have been made anonymous by using pseudonyms). Screenshots have been aligned to the transcriptions with a speci c sign (see transcription conventions) showing their position within the turn at talk (Table 4 .1).
In this rst turn (see l. 1-3), the student xes her gaze toward Natalia and performs a request in two parts to identify the card on the table ("where is the cup of co ee"-she looks at Natalia, followed by "here"-she points to and looks toward the cards on the table).
In educational settings, requests project the kind of knowledge and correlated action(s) that educators expect children will acquire and be able to mobilize later when they are alone in more or less similar contexts (Gardner and Forrester 2009; Filliettaz 2011) . From an interactional perspective, this situated knowledge could be described as a series of embedded and observable actions. us, the targeted knowledge at stake through the student's request could be illustrated here by the child's capacity to take the oor both verbally or non-verbally, in order to respond to the request, to point to the right card but also to align to a verbal and/or non-verbal other-selection, to exhibit a good understanding of the rules of the game and so on. Interestingly, Natalia does not orient her gaze toward the table and still xes her gaze at the student at the end of the rst part of her request (see l. 1-2 and g. 4.2). e extension of this rst request and the production of a deictic ("here," see l. 3) both display the student's monitoring of Natalia's focused attention and index the wrong direction of her gaze. e deictic is accompanied by a circular gesture over the cards, marking out the position of the cards on the table, as well as by the student's shifted visual gaze toward them (see l. 3).
By doing so, the student embodies a possible way for Natalia to initiate her answer: While looking at the cards, she points toward the "cup of co ee" card on the table. In other words, she initiates a self-repair of the requested action, and she does so by demonstrating a possible way to repair, in other words, by imitating a large part of the action to accomplish, which is a rather frequent case in adult-preschool children interactions (Forrester 2008; Gardner and Forrester 2009 ).
Schisming Induction
e mentor is present during the card game and mainly endorses a bystander role. But during Natalia's turn to play, she momentarily shifts her participation status by inviting more explicitly Natalia to look at the cards on the table (l. 4). e placement of the mentor's turn designs her intervention as a co-animation rather than a competition regarding the student's activity. e mentor orients to the pragmatic construction of the student's request: her question ("where is the cup of co ee"), followed by the deictic word ("here"). She intervenes only on the deictic part of this request, with the terminal overlapping reformulation ("you look here"). is terminal overlap (Je erson 1984) is not treated by the student and the children as problematic (Table 4 .2).
e mentor reformulates the deictic word "here" by a new request ("look here") and directly selects Natalia as an addressed recipient through the personal pronoun "you." She also indicates immediately after the pronoun the expected type of action to be performed ("look"), and the point in space where the action should take place ("here"). Interestingly, she points toward the cards on the table.
On the one hand, she aligns and contributes to the student's e ort to direct Natalia's attention on the cards located on the table. On the other hand, by doing this in overlap of the student's request, she makes available a slightly di erent manner to perform a repair initiation. Her action orients to Natalia's rather passive posture and projects an embodied answer as a relevant next turn. e direct request allows the mentor to show the need to be more explicit with Natalia and to focus repair on the action part of the answer rather than on its speaking part.
At the same time, Loane, another child taking part in the "Memory" card game and who is observing the interaction between the student and Natalia, gazes at the student's right hand in motion, self-selects once the student's hand points toward the cards on the table, and gives the answer by talking ("it's there:/") and pointing to the card depicting the "cup of co ee" (see l. 5 and Fig. 4.3) .
Interestingly, both the student and the mentor do not react ostensibly to Loane's answer. Although Loane started to point to the card of the cup of co ee before the mentor's pointing, the mentor neither interrupts her turn nor abandons her pointing gesture. Her posture projects an intent to continue the unfolding answer-question sequence with Natalia. e student's subsequent orientation implements this preference for progressivity initiated by the mentor (see l. 4-6; Liddicoat 2007): Her focus quickly switches from Natalia to the mentor and then again to Natalia (l. 6) before aligning to the mentor's projected action consisting in reformulating repair in more explicit terms (see l. 6 and l. 9) (Table 4. 3).
While the student is suggesting to Natalia to stand up, Natalia repeats Loane's answer and points toward the card on the table (l. 7). Just after Natalia's repetition, the mentor addresses Loane directly and reacts to her interrupting answer by producing a schisming-inducing turn (SIT) ("Loane do you remember what we said," see l. 8), implementing the rst moments of the parallel conversation per se. She designs a question that elicits a particular answer from Loane while the student continues to interact with Natalia. Egbert de nes SIT as:
inducing a second conversation rather than as a contribution to the already ongoing conversation … sequentially, the speaker of the SIT breaks away from the ongoing conversation by initiating a new sequence type. With respect to its topical connection or action type, the SIT also breaks away from the preceding talk in that it introduces a shift in topic or action. (Egbert 1997, 3) In our collection of parallel conversations, SITs are recurrently formatted as being "non-interrupting implicatives," namely as new action types subordinated to the student's activity. e mentor's question "Loane do you remember what we said" (l. 8) breaks the contiguity between actions and introduces a shift in activity. With that question, the next action, which is not related to the preceding task of identifying the correct card, becomes relevant and o ers Loane an opportunity to report on the principles of turn-taking in games that the group has discussed earlier.
Interestingly the mentor's intervention does not interrupt the student's activity. In the interaction the question occupies a slot following the syntactic completion point of the "where is the cup of co ee"/"Natalia's answer" sequence (l. 7). At the same time, it introduces a new action in overlap with the ongoing activity. e mentor's intervention pattern, that is, "enter the oor at a sentential completion point" and "launch a new parallel action with a di erent recipient identi ed by his/her name," seems to increase the clarity of her projected intervention, launches the schisming and facilitates the coordination between the two professionals in order to manage the maintaining of parallel activities.
In what follows, we provide a second excerpt from our collection of the emergence of parallel conversations illustrating how gaze, gestures and body orientations seem to be central and how they allow a better understanding of the conditions in which schisming emerges in interaction (Markaki and Filliettaz 2015; Goodwin 2000) . e following interaction took place with a di erent mentoring dyad. In this excerpt, non-verbal resources (head nods and gazes) are used by the participants to accomplish the schisming induction. e incipient of the SIT is thus displayed before the participants start to speak (Je erson 1984) .
In excerpt (2) transcribed below, the student (Beatrix) and the mentor are sitting side by side looking at the group of children ( g. 4.4). e activity consists in distributing the children into two groups: one that will do a painting activity with the student and one that will go to the playground with another educator. In the excerpt, the student asks the child Celia whether she wants to come with her (l. 1), before mentioning the painting activity (l. 2) (Table 4.4).
During the student's invitation to Celia ("so Celia do you wanna come/"), Celia starts to move toward the dyad composed of the mentor and the student (see l. 1) and performs a non-verbal agreement to the student's request. Following Celia's embodying agreement, the student shifts her gaze, and thus her focus of attention, from Celia to the group of children, displaying her orientation to the relevance of identifying the next child to call for the painting activity (l. 1). By shifting her gaze, the student does not appear to perceive the fact that Celia has stopped her move and performed a head nod. Head nods produced at this point in time, after an embodied agreement marker, may be treated as an interactional trouble, revealing a problematic understanding of the request. e mentor's head nod (l. 2), combined with a direct request ("seat yourself near Beatrix," l. 3), reveals the trouble and resolves it by directing the child to the place where she should wait while the student is simultaneously pursuing her activity of calling the next child.
Interestingly the discursive accomplishment of the SIT addressed to Celia is produced with no overlap here. However, in terms of actions, the mentor engages in a focus of attention that is designed to be di erent from the second complementary part of the student's question ("to do painting"). By shifting her focus on Celia, the mentor defers a repair sequence regarding Celia's trajectory. And by avoiding an overlap, she initiates an action that is not competing with the student's activity and induces the possibility of maintaining parallel conversations (mentor/ Celia; student/next child). To sum up on that short excerpt, we identify the same kind of construction as before: e mentor "enters the oor at a sentential completion point" and "launches a new parallel action with a di erent participant than the one who the student is taking care of, identi ed by his/her name."
Schisming Maintenance
Schisming maintenance has very interesting interactional implications for professionals. Indeed, it allows them to accomplish with di erent participants simultaneous activities, which, otherwise, would con ict with one another. From that perspective, schisming provides a collaborative interactional space where participants can (re)organize actions within multiparty settings. In terms of competencies, schisming maintenance constitutes a step forward, away from the mentor's close supervision, in the student's growing capacity for independent practice within practicum.
In order to study the features of the schisming sequence per se, and how it is maintained, we return to excerpt (1) and the "Memory" card game. At this stage, two parallel conversations unfold between two dyads: e mentor interacts with Loane while the student remains oriented to Natalia (Table 4 .5).
As already mentioned before, the mentor modi es the participation framework by engaging in a parallel conversation while the student is engaged in the pursuit of the game with Natalia (l. 8). In doing so, she orients to the social rule of the game, requiring that the participants have to play in turn and remain silent while other participants have the right to play (see l. 8-12) . In other words, the mentor changes the focus of interaction, from playing the game recalling the rules, so that Loane can align with such rules and let Natalia play. e student, in turn, explains to Natalia the sequence of actions she may take after having identi ed the card. She also encourages her to stand up by slightly pushing her in the back (see l. 8-12 and g. 4.5b) .
Remarkably, the mentor and the student simultaneously shape the overall overlapped rst part of two di erent sequences: e mentor performs a new question on the topic of the rules (l. 8); the student performs a request that pursues her activity with Natalia (l. 9). ey do so in a similar manner, based on the conversational preference principles to both explicitly minimize the correcting of the other's action and use direct and not mitigated forms of talk-in-interaction production (Heritage and Pomerantz 2012) .
It should also be noted that there is an interdependence between the two parallel interactions: While the two professionals are physically engaged in interactions with di erent children, their verbal exchanges are both produced in low voice and adjust to the other conversation.
The Closure of Schisming
In our main example (see l. 8-12) , it is the mentor who not only initiates the SIT but also makes a move toward the closure of the parallel conversation. is closing procedure is performed by producing a minimal form of post-expansion after the request was granted ("okay," l. 12) and before the student's activity is coming to an end (l. 14). Minimal post-expansion is frequently mobilized in talk-in-interaction as a means to convey the appreciation that the response to the requested action was appropriate (Scheglo 2007) . Interestingly, when another child taking part in the card game (Paolo) self-selects himself and produces the answer to the student's question in line 13 ("it's there"), after Natalia's turn, his turn is not corrected, neither by the student nor by the mentor. is may be due to the fact that Paolo's non-solicited response takes place after, and not before, the designated player's turn. is indicates that professionals seem to orient to the consequences of children's actions as more or less important depending on the sequential organization of the unfolding activity (for more information about the conditional relevance linking an initiating action and its response see Scheglo and Sacks 1973) .
Discussion and Conclusion
To sum up, participants mobilize parallel conversations in educational settings to manage multiple children at the same time. In the data, schisming is not problematic since the mentors and students are able to ensure su cient interactional density with their interlocutors (mutual focus of attention, sequential contiguity, activity's progressivity, etc.) while at the same time they avoid a competitive overlap or the activity's interruption, mainly by monitoring and adjusting the parallel conversations (turntaking, voice volume, complementarity of actions, etc.).
From the empirical analysis of our collection (of which we have detailed here two occurrences), it appears that schisming, or the emergence of parallel conversations, both o er participation opportunities and constrain participants. Indeed, our detailed analysis presented above illustrates the fact that the mentor provides the student with crucial resources that she uses to adjust and maintain the implementation of a parallel conversation. e mentor provides interpretative templates to the student, by inducing schisming with no overlap, or launching a new action designed as a repair to an unsolicited turn taken by a participant to the game.
Reciprocally, the student needs to understand, adapt and thereby collaborate in the realization of an elaborated participation con guration within multiparty settings. In that particular example, the student seems to succeed in holding her position within such a complex participation framework: She does not turn her activity into a competitive one and does not interrupt herself nor changes the key features of her talk (e.g., intensity and turn design). In other words, she mobilizes speci c interactional competences to keep her engagement constant toward the children while the mentor performs distinct and complementary contributions to the ongoing educational activity.
ese results are not only relevant from the perspective of the description of participation in multiparty settings.
ey also inform about the institutional requirements and mechanisms of legitimation in and through interaction itself. e excerpts of data presented here illustrate how the institutional context of early childhood education produces speci c expectations and constraints regarding the rules of turn-taking in educational settings with preschool children. Within settings such as a card game, only designated players have the right to take their turn, whereas other participants must take an observer's position. ese rules are in no way transparent and self-evident for children. ey have to be noticed and learned by them and are part of the educational purposes underlying the activity. As such, these rules are both enacted in interaction and brought to the attention of children.
Learning to become an educator is not external to such aspects of interactional competence. As shown in our example, leading an educational activity requires an ability to perform the rules in a way that is accessible to the targeted audience. It requires from educators that they make these rules salient. In our example, the student is not the only participant entitled to prompt children to legitimate forms of participation. As shown in the analysis, the mentor assists her in such learning in many di erent ways. She self-selects herself as a legitimate speaker when children encounter di culties in taking their turn. She prompts the student to ask questions in speci c ways or to elicit speci c actions from participants. She reformulates explicit rules while the student moves to the next step of the game.
From there, it appears that the induction, maintenance and closing of schisming can be seen as a powerful resource not only for educating children in multiparty con gurations but also for training newcomers in the profession of early childhood educator. It is precisely in and through the accomplishment of parallel conversations that the mentor establishes the local contextual conditions that make it possible for the student to carry out her activity. And it is also through such parallel conversations that resources are made available to the student to help her in her activity. Here is a good example, we believe, of the hidden and subtle ways "transmission" may occur in interaction, beyond explicit content-knowledge production (Filliettaz and Rémery 2015) .
To conclude, what did we learn here about the issue of transitions from school to work and the role of interactional competences and institutional requirements faced by young people? First, what is remarkable here is the high level of complexity underlying vocational training interactions. When learning a new profession in the conditions of practice, newcomers in the eld of early childhood education encounter distinct and speci c participation con gurations. As stressed by our analysis, they take part in interactions gathering a large number of participants, endorsing numerous and distinct action roles. Moreover, they engage in situations, which are shaped not only by educational purposes (i.e., bringing children to learn interaction rules) but also by training objectives (i.e., learning how to teach interaction rules). And nally, they have to adapt to constant changes in the ways participation evolves within such dynamic environments.
Another interesting result of our data and analysis relates to the positions young people may hold with respect to institutional demands and legitimation mechanisms in social interactions. Prior to work and vocational training experiences, young people may predominantly hold the position of "targets" of speci c institutional requirements. eir contributions to interactions are often categorized as legitimate or not, by teachers, parents or representatives of speci c institutions. What is remarkable in the context of the vocational training of early childhood educators is that students are not only placed in the position of being taught, trained, guided or educated. When interacting with children, they are themselves producing and reproducing the rules belonging to the institution and also become "sources" of legitimation processes. It is precisely the experience of becoming a source of legitimation in interaction that may constitute a key ingredient of vocational training practices, and that could be seen as an important milestone in the journey from school to work. Describing the conditions in which parallel conversations emerge in vocational training interactions only unveils a limited portion of such mechanisms. But we believe it illustrates in a promising way how guided learning experiences may be fruitfully investigated through the lens of a detailed analysis of social interactions. 
Appendix: Transcription Conventions

